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Abstract
Students of all ages face challenges in their reading and while some challenges begin
early in learning to read, other challenges develop as students begin reading more complex texts.
However, research into the most effective forms of intervention for students who struggle with
reading have focused more on beginning readers in the lower elementary grades. As students
enter the upper elementary grades, there are increased demands on foundational reading skills
with multisyllabic words, comprehension, and the added pressure of standardized testing.
Changing demands on reading skills result in a more diverse need to intervention as
students may struggle with foundational reading skills, such as word reading, comprehension, or
some combination of skills. The research that follows recounts effective ways to assess students’
reading abilities to determine intervention needs as well as the best ways to implement
intervention for students in upper elementary grades through the theoretical lens that students
need to be active in constructing their understanding. Following the research, a PLC framework
is provided for use by upper elementary teachers and support staff to develop or improve
intervention for upper elementary students with considerations for assessment, intervention
structure, and instruction. The PLC framework also provides opportunities for reflection rooted
in evidence of student growth to allow for ongoing adjustments to intervention to best meet the
diverse needs of upper elementary students.
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Chapter One: Introduction
Problem Statement
Extensive research has been conducted over the past three decades on interventions for
early elementary students with reading difficulties, but only recent research has focused on
possible interventions for upper elementary students (Wanzek et al., 2010). Educators do not
have as much information to draw from when selecting interventions for students in upper
elementary grades. Upper elementary readers face more challenges in the texts they encounter,
making the difficulties they face more diverse and unique, thus requiring more specialized
interventions (Donegan & Wanzek, 2021). During this time, comprehension becomes more of a
focus, leading to a need for varied interventions to address difficulties in comprehension in
addition to continued intervention for students with previously identified difficulties with early
reading skills (Wanzek et al., 2010). Effective forms of intervention for both continuing and lateemerging reading difficulties in upper elementary students need to be identified to support these
students.
Importance and Rationale
As students transition from lower elementary grades into fourth grade and above, there is
a decreased emphasis on foundational reading skills and more a focus on comprehension while
students also begin reading more challenging texts (Donegan & Wanzek, 2021). During this
same time, students begin reading more expository texts to gather information in various content
areas (Wanzek et al., 2010). Chall and Jacobs (2003) characterized these challenges and
subsequent drop in test scores, particularly in low-income students, as the “fourth-grade slump.”
Nationally, only 34 percent of fourth graders were proficient in reading according to the National
Assessment of Educational Progress and in Michigan, that percentage drops to only 32 percent of
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fourth graders (NAEP, 2019). With approximately two-thirds of our nation’s students performing
below proficient levels, there needs to be a continued effort in identifying and utilizing effective
interventions for students beyond the early elementary level.
As the demands of the texts that students are reading increase, the areas in which they
might need intervention broadens. There are students who have struggled with decoding and
fluency in their reading throughout the early elementary years that continue to need interventions
in these foundational reading skills (Wanzek et al., 2010). However, there are also students who
demonstrate a new difficulty in comprehension in upper elementary grades (Donegan & Wanzek,
2021). Upper elementary teachers must first identify students who are newly struggling with
reading, then identify their area of needed intervention (Wanzek et al., 2010). These teachers
must also identify the areas of need for students who continue to struggle after receiving
intervention since the early elementary grades (Wanzek et al., 2010). The Response to
Intervention model can be used for preventing and identifying reading challenges with increasing
intensity, but many questions remain about how to implement intervention effectively and
efficiently (Etmanskie et al., 2016). It is crucial to find effective and efficient interventions for
students in upper elementary grades with persistent or new reading difficulties because the
trajectory of the academic career is formed during these years (Wanzek et al., 2010). Lipka and
other researchers (2006) synthesized previous research stating that reading difficulties during the
elementary years can lead to later academic problems, including enjoyment of reading,
vocabulary development and overall learning abilities, with increased probabilities of dropout or
retention (Lipka et al., 2006). They state that these students may also experience more
difficulties outside of school such as social problems, mental health difficulties, and potentially
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even juvenile delinquency. Finding effective interventions is essential for supporting students
and limiting these long-term effects (Wanzek et al., 2010).
Background
Reading intervention and especially remediation first came to be in the early 1900s for
students who were considered nonreaders (McCormick & Braithwaite, 2008). This reading
remediation came within 30 years of discovering that some students were experiencing reading
difficulties along with research and ultimate creation of the beginnings of assessment and
diagnosis techniques as well (Ortlieb, 2012). However, there were many different beliefs about
the cause of reading difficulties beginning in the late 1800s with the idea that they are a
congenital defect (McCormick & Braithwaite, 2008). This was followed by many other ideas
throughout the 20th century including the dominance of different hemispheres of the brain, faulty
eye movements, emotional disturbances, a lack of coordination including hand-eye coordination,
neurological problems, and some physiological factors (McCormick & Braithwaite, 2008). By
the 1970s and 1980s, educators and reading professionals were widely accepting that there could
be multiple causes of reading difficulties, and those causes could vary by student including
factors due to memory or factors from before or during birth (McCormick & Braithwaite, 2008).
The Gray Oral Reading Test was developed in the early 1900s that allowed educators and
reading professionals to understand a student’s reading behaviors (McCormick & Braithwaite,
2008). However, the differing beliefs about the causes of reading difficulties resulted in different
interventions and remediations beginning with large-scale programs in public schools in the
1930s (Ortlieb, 2012). At this same time, as some believed reading difficulties were caused by
emotional disturbance, psychotherapy was used to attempt to improve challenges (McCormick &
Braithwaite, 2008). The 1940s were characterized by a heavy reliance on informal reading
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inventories (McCormick & Braithwaite, 2008). At the same time, reading laboratories were
being established outside of schools in which grad students studying to be reading specialists
worked with students to both help the students improve their reading skills and give the graduate
students experience (Ortlieb, 2012). These reading laboratories were the result of universities
beginning programs to train reading specialists (McCormick & Braithwaite, 2008)
Prior to 1950, many classrooms relied on basal readers that provided a very structured
approach to learning to read (McCormick & Braithwaite, 2008). This changed as the Language
Experience approach gained popularity in the 1950s and emphasized the use of texts connected
to the personal experiences of the learner (Ortlieb, 2012). Educators and reading professionals
broadened their approach slightly throughout the 1960s to focus on developing various reading
strategies that readers could rely on while doing more reading (McCormick & Braithwaite,
2008). The 1960s also strengthened the effort to support struggling readers with the passing of
Title 1 and the Elementary and Secondary Act of 1965 (McCormick & Braithwaite, 2008). This
emphasized the need for students at low-income schools and worked to get the materials and
support necessary for those students (Ortlieb, 2012).
Throughout history, there has been a lot of debate over the effectiveness of phonics
instruction with some decades relying more heavily on a phonics approach to teaching reading
while other decades turned to other approaches to teaching and remediating reading (McCormick
& Braithwaite, 2008). There have also been some strange instructional methods that were never
widely accepted and found to be ineffective, including using eye training activities, crawling
activities, and attempting to teach students through the modality that was most effective for them
as a potential auditory or visual learner (McCormick & Braithwaite, 2008). However, this began
to change in the 1970s with many improvements to instruction including a more practical
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applications of reading (Ortlieb, 2012). This was characterized by more individualized
approaches that focused on the specific needs of each student (McCormick & Braithwaite, 2008).
In addition, more emphasis was placed on meaning making through authentic experiences with
the whole language approach as opposed to specific strategy instruction or phonics instruction
(Ortlieb, 2012). Much of this work was continued throughout the 1980s and 1990s with one-onone pull out instruction for struggling reading and multiple strategy use instruction (McCormick
& Braithwaite, 2008; Ortlieb, 2012). Successful research into effective interventions has been
highly celebrated, but has focused on early elementary reading (Ahmed et al., 2022). This was
further emphasized with the Reading Recovery program of the 1990s that focused on beginning
reading skills for early elementary readers (McCormick & Braithwaite, 2008).
After many years focused on reading comprehension, the 1990s saw a renewed focus on
word reading and fluency as well as phonemic awareness as a key reading skill (McCormick &
Braithwaite, 2008). For struggling readers, there was a return to the whole language approach as
well as ongoing assessments to meet the changing needs of students (McCormick & Braithwaite,
2008). This coincided with Gough and Tunmer’s newly released Simple View of Reading that
states that reading is comprised of decoding and listening comprehension (Duke & Cartwright,
2021).
The turn of the century coincided with the release of the National Reading Panel’s report
that emphasized the need for phonemic awareness, phonics, fluency, vocabulary, and
comprehension instruction (National Reading Panel, National Institute of Child Health, &
Human Development, 2000). The report was also one of the first main studies to focus on the
effect of teachers on reading achievement and emphasized the importance of teacher education
and professional development that is ongoing for teachers (National Reading Panel, National
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Institute of Child Health, & Human Development, 2000). In addition, the No Child Left Behind
Act of 2001 founded Reading First and emphasized state testing (McCormick & Braithwaite,
2008). Reading First increased funding for intervention and focused on early intervention as
opposed to remediation with differentiation and ability-grouping but required science-based
interventions from the National Reading Panel's report along with ongoing assessment (Ortlieb,
2012). Since then, schools have emphasized standardized tests while reading specialists’ roles
have changed to focus on assisting teachers instead of providing small group intervention and
remediation (Ortlieb, 2012).
The Race to the Top grant competition program in 2009 and the Every Student Succeeds
Act in 2015 reduced the role of the federal government in education (Saultz et al., 2017). This
allowed states more control over the standards that are taught and assessed and relieved some of
the accountability for meeting specific proficiency requirements through testing with the federal
government focusing on just the bottom five percent of schools in each state (Heise, 2017). In
Michigan, this led to the Top 10 in 10 initiative that provided a set of goals and strategies in
areas including Learner-Centered Supports (Archer, 2017).
Over time, there have been many additions and adjustments to Gough and Tunmer’s
original Simple View of Reading through the contributions of other researchers that have
provided new insights to evolve the understanding of reading (Duke & Cartwright, 2021). Using
the groundwork of Simple View of Reading, more nuance has been added to researchers’
understanding of reading leading to the current Science of Reading that views reading as a more
active process (Duke & Cartwright, 2021). This more active view of reading adds an element of
self-regulation and notes many overlaps between the previously distinct skills of wordrecognition and language comprehension (Duke & Cartwright, 2021). Additionally, the Science
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of Reading takes reading difficulties into account, building an understanding of why and how
students may face challenges with the many different elements of reading (Duke & Cartwright,
2021). Reading intervention has lagged slightly behind reading instruction, with research only
beginning to focus specifically on upper elementary grades in the past decade (Wanzek et al.,
2021). However, with researchers developing understanding of the various components of
reading, educators are able to update and enhance their instruction for all students, including
those with challenges to their reading (Duke & Cartwright, 2021).
Statement of Purpose
The purpose of this project is to support upper elementary teachers in wading through the
various approaches to screening and intervention through a PLC Framework. This framework
will guide teachers in collaborating with other educators within their grade level or with the same
intervention goals at similar grade levels either as a newly created PLC or a new focus for an
existing PLC. Within the framework, there will be a suggested timeline for the PLC, as well as
discussion guides that can be used to assist in keeping the PLC focused and productive. The
discussion guides will include topics such as setting goals for intervention within the grade level,
identifying assessments or screening tools, analyzing data to plan for intervention, analyzing the
effectiveness of interventions with ongoing assessment. Additionally, this project will include
some ideas for potential groupings and intervention structure.
This framework is not meant to be a plan for intervention or answer specific questions
about providing intervention in the upper elementary grades. It will not provide assessments or
lesson sequences for educators. The discussion guides and additional resources are not meant to
be a comprehensive plan for the PLC so that the members are able to make adjustments to the
discussions based on their goals and needs. While this framework is intended for teachers of
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upper elementary grades, the general framework could be used for any grade level with
adaptations for the different skills and expectations at each grade. The aim of this framework is
to support teachers in using the resources available to them including assessment and
intervention programs to provide effective intervention for struggling readers.
Objectives
•

The students will demonstrate growth in areas of reading difficulties.

•

The teacher will create a system of intervention that meets the various needs of their
students.

•

The teacher will evaluate reading assessments or screening measures.

•

The teacher will evaluate possible intervention programs to select components to
implement.

•

The teacher will analyze student assessment data to plan effective small group
interventions.

•

The teacher will collaborate with grade level teachers to set goals, plan, and evaluate
reading interventions.
Definition of Terms

Components of instruction – Each of the individual elements that need to be taught to students
when learning to read including foundational skills and higher-level skills that impact
comprehension (Wanzek et al., 2010).
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Direct Instruction – “Extensively field-tested” curricula that “are specifically designed to
accelerate students’ learning by teaching more than traditional programs in the same
amount of time” and were developed by Siegfried Engelmann, Wesley Becker, and
colleagues. They also include scripted lessons that teach to mastery of increasingly
complex content and application. (Stockard, 2021, p. 219-220)
Fluency – The combination of accuracy, pace, and expression while reading out loud. Also
referred to as Oral Reading Fluency.
Foundational reading skills – The early reading skills that children learn to while learning to
read including “phonemic awareness, phonics and word recognition, and/or fluency”
(Donegan & Wanzek, 2021, p. 1944).
Late emerging reading difficulties – “Challenges that emerge as students transition from the
primary to upper elementary grades” that can contribute to continued or new reading
difficulties (Donegan & Wanzek, 2021, p. 1944).
Lower Elementary – Students and teachers in kindergarten through grade three. Also called Early
Elementary.
Multi-Component interventions – Reading interventions that include more than one of the
component reading skills of “word reading, vocabulary, background knowledge, reading
strategies, and inferencing” (Ahmed et al., 2022, p. 61).
Reading difficulties – Persistent challenges that one may face in any component of reading that
hinders a student from reading and comprehending grade-level texts.
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Response to Intervention (RtI) – “A method for both preventing and identifying learning
disabilities” that uses “a multi-tier structure: primary intervention (Tier 1) refers to
classroom instruction; secondary intervention (Tier 2) usually involves more intensive
small-group instruction; and tertiary intervention (Tier 3) denotes most intensive
instruction, often special education” (Compton et al., 2008, p. 329).
Science of Reading – An expansion on the Simple View of Reading (see next) that notes an
“overlap between word recognition and language comprehension” and includes active
self-regulation and bridging processes (i.e. print concepts, fluency, vocabulary, etc.) in
addition to word recognition and language comprehension (Duke & Cartwright, 2021, p.
S39).
Simple View of Reading – The view that "reading comprehension is the product of two
interrelated but distinct component skills: accurate word reading and listening
comprehension." (Capin et al., 2021, p. 183)
Upper Elementary – Students and teachers in intermediate grades between lower elementary and
middle school, most often grades four and five.
Scope of the Project
This project is intended to support teachers in the upper elementary grades plan and
provide intervention for students in upper elementary grades who exhibit some challenges in
reading with either foundational reading skills or comprehension. PLCs, for use with this project,
would be most effective when including all teachers at one grade level within a building.
However, the PLC could be expanded to include multiple grade levels as long as all involved are
intending to target the same skills through intervention. Alternately, not having all teachers
within a grade level participate in the PLC would affect the consistency of intervention and

11

potentially the success of the project. For use with grade-levels outside of upper elementary, the
PLC would need to be adjusted to fit the reading expectations of the given grade level.
While this project aims to address the needs of students with reading difficulties, it
cannot guarantee that students will be reading on grade-level after intervention or that reading
difficulties will not persist. It is not meant to be a replacement for classroom reading instruction
or already established intervention programs. This project is meant to be a guide for teachers to
select the assessments, create groups, and plan for intervention that will be most effective at
meeting the needs of their students. Teachers may use this PLC framework to utilize any district
provided assessments or intervention programs in more productive and effective ways.
Additionally, the project is able to guide teachers in creating an intervention structure within
their building or classroom
All students develop differently and at different rates, thus affecting their reading growth.
Some students may see results from a limited amount of intervention while others may require
more intense or longer periods of intervention to see any reduction in reading difficulties. This is
likely to result in varying degrees of success for this project with different students. The effective
implementation of this project may be hindered or potentially obstructed by a lack of time for
teachers to meet as a PLC. Additionally, the effectiveness may also be hindered by a lack of time
and instructors to implement intervention within the classroom. Teachers either need ample time
to devote to multiple small groups within their classroom or need additional trained instructors to
conduct more than one group at once. Finally, PLCs require that members set goals at the outset
and work towards those goals. Not setting specific goals, or adhering to those goals throughout
the framework, may hinder or completely obstruct the effectiveness of this project.
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Chapter Two: Literature Review
Introduction
Considerable research has been done into reading difficulties in the early elementary
years, but there has been very little research into the reading difficulties that persist or emerge in
the upper elementary grades (Wanzek et al., 2010). Readers in upper elementary face
increasingly complex texts and resulting in the emergence of some new reading difficulties while
other difficulties persist from early elementary (Donegan & Wanzek, 2021). Students need
effective intervention for any reading difficulties before the complexity of reading increases
further in the secondary grades and to positively impact the trajectory of their academic success
(Wanzek et al., 2010). The following literature review will explore the current and seminal
research on reading difficulties and intervention in the upper elementary grades. The review will
begin with a framework for viewing intervention through the constructivist perspective. Research
surrounding the identification of reading difficulties will be synthesized including information on
choosing assessments, common screening tools, and skills to assess. This will be followed by a
synthesis of the research surrounding the broadened and more complex skills that may require
intervention in the upper elementary grades including both foundational skills and
comprehension. Additionally, research surrounding the structure of intervention including
groupings, intensity and duration, will be synthesized. Finally, a synthesis of research into
common intervention practices and programs wraps up the evaluation of research. The chapter
will conclude with a brief summary of the review along with conclusions based on the review.
Theory/Rationale
Constructivists take the stance that in order for learning to occur, teachers must identify
the student’s current understanding or stage in the learning process so that they are able to
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provide the student with new information by which they are able to create meaning (Powell &
Kalina, 2009). Building knowledge is a step-by-step process that requires the learner to be active
in integrating new information with their prior knowledge; thus, students do not gain new
understanding purely through external stimulation (Ajdini, 2021). In order for meaning creation
to take place, learners need some sort of experience or activity to which their learning can be
connected; this is the job of the teacher to create and facilitate these learning activities (Milad,
2021). Upper elementary readers are facing more diverse challenges in the texts they are reading,
specifically in regards to comprehension, resulting in a need for different ways to access these
more demanding reading skills (Donegan & Wanzek, 2021). According to Milad (2021), learners
are constantly trying to make sense of their world, which requires them to construct knowledge.
Teacher must provide facilitation and guidance to support students through these more
demanding and complex topics and skills to draw out the necessary prior experiences to build
meaning (Powell & Kalina, 2009). Learners may not do this in the same way, or interpret reality
in the same way, therefore, “learning environments should support multiple perspectives or
interpretations of reality, knowledge construction, context-rich, and experience-based activities”
(Milad, 2021, p. 41).
Piaget and Vygotsky both contributed to the constructivist viewpoint in translating the
theory from the field of psychology to that of teaching and learning but each resulted in different
approaches in the cognitive and social views (Ajdini, 2021). Ajdini (2021) explains by stating
that although they have different viewpoints, both theorists emphasized the importance of
modeling and designing experiences to help the learner generate new ideas and reform previous
ideas. To better understand the constructivist viewpoint as a whole, Powell and Kalina (2009)
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state that “a teacher must understand and use methods of both cognitive and social
constructivism, if he or she is to run an effective constructivist classroom” (p. 241).
Cognitive Constructivism
Cognitive constructivism focuses on the role of the mind in learning and how learning is
constructed individually (Milad, 2021; Powell & Kalina, 2009). According to Piaget (1964),
individuals go through four stages of development beginning with the sensorimotor stage, which
ranges from ages zero to 18 months and develops the beginning of practical knowledge, followed
by the preoperational stage in which language and thought develop, then the concrete operation
stage, and finally the formal operational stage in which an individual remains through adulthood.
In the upper elementary grades, students are entering into Piaget’s concrete operational stage in
which they are focused on concrete objects and fundamental ideas but beginning to develop logic
before moving to the formal operational stage where they are able to apply logic to more abstract
ideas (Piaget, 1964). This is concurrent with the fourth-grade slump and additional, more
abstract, demands on reading (Chall & Jacobs, 2003). Teachers should work to understand these
stages so that they are better able to teach to the ability and developmental capacity of their
students (Powell & Kalina, 2009). These levels of development in conjunction with an
understanding of what students currently know allows teachers to account for the different
learning paces of their students and what they may need intervention on (Powell & Kalina,
2009).
For students to truly understand the content they are learning, not just recite the facts or
skills, they need to devote thought to the new information they are acquiring, and it is the
responsibility of the teacher to provide the classroom situations that promote this thinking in
each student (Powell & Kalina, 2009). Initially, new concepts need to be communicated
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explicitly so that students can connect with them and devote the individual thought needed to
them (Powell & Kalina, 2009). Learning occurs through a combination of maturation of the
nervous system, which is inconsistent across societies, experience of objects and physical reality,
social transmission of language or education from someone else, and equilibration or selfregulation of maturation, experience, and transmission (Piaget, 1964). From the cognitive
constructivist perspective, learners explore and learn to add to what Piaget termed their schema,
and then use their schema to understand new things in the world around them (Milad, 2021).
New learning occurs when a child is able to take in the new information and return to a state of
equilibrium so that the information is internalized and will last (Piaget, 1964). Piaget explains
that the child has to be active in the process to assimilate new learning into their current
knowledge. Powell and Kalina (2009) convey Piaget’s classification that when a learner does not
understand some concept or skill, such as students with reading difficulties in need of
intervention, and the new information is in conflict with their schema, they are in a state of
disequilibrium (Powell & Kalina, 2009). The authors go on to state that from this state of
disequilibrium where many of our struggling reader are, learners assimilate information when
they fit new learning into their schema as is and they accommodate information when they adjust
their prior knowledge to fit their new learning.
Social Constructivism
Differing from cognitive constructivism, social constructivism emphasizes the role of the
environment in the creation of new knowledge along with the interaction between learners
(Milad, 2021). Social constructivism is based on Vygotsky’s theory by the same name (Milad,
2021). Vygotsky (1978) states that development and learning need to be matched in some way so
a child’s actual level of development, or their mental age based on what they already know. He
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continues that this actual level of development is different from a child’s metal development in
which they are able to solve or answer something in collaboration with others, known as the
Zone of Proximal Development. The Zone of Proximal Development allows teachers to
determine what a child is ready to learn and when as the things that a child is able to do in
collaboration with others become something they are able to do independently (Vygotsky, 1978).
The social aspect of social constructivism emphasizes the need for social interactions for human
development to occur as cultural meanings are shared and adopted by groups of individuals
(Milad, 2021). Students first do what they are able to do on their own before adding in support
and scaffolding from the teacher to learn new concepts “based on what they were doing
individually” (Powell & Kalina, 2009, p. 244). However, students are only able to learn these
new concepts if it aligns with their developmental level (Vygotsky, 1978). The teacher’s job is to
provide various pathways for the learner to discover new ideas and concepts in the way that is
most successful for them individually, including opportunities for collaboration among students
to build the knowledge of each individual (Milad, 2021; Powell & Kalina, 2009). Vygotsky
(1978) notes that development and learning are related, but they never occur at exactly the same
time or at the same rate. Powell and Kalina (2009) describe that learners need time to work with
teachers one-on-one to receive the scaffolding specific to them that allows them to do their best
learning. The authors continue by saying that learners can also be supported by peers, and are
specifically challenged to think critically about new content when they engage in dialogue to
socially construct their learning. Combining the two approaches to constructivism, the result is
building bridges between new learning and previous knowledge that helps students to become
problem solvers through transferring their knowledge to new situations (Ajdini, 2021).
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Research/Evaluation
Identifying Reading Difficulties
Students can experience reading difficulties at different stages of their education, so
there needs to be ongoing assessment to measure students’ growth and identify any difficulties as
close to the development of the difficulties as possible (Lipka et al., 2006). These difficulties
cause readers to perform at grade-level reading achievement due to challenges with foundational
reading skills such as word reading, or higher-level reading skills such as comprehension (Leach
et al., 2003). Many late-emerging reading difficulties go un-identified for a year or two, so
schools must be vigilant in looking for late-emerging difficulties (Leach et al., 2003) Reading
difficulties may not be identified sooner because a student has "good behavior, high ability, and
good compensation strategies" (Etmanskie et al., 2016, p. 22). There is some discrepancy among
researchers over whether reading difficulties are truly late-emerging or just late-identified, but
there is a difference between students with late emerging reading difficulties and those that are
just identified late who have experienced reading difficulties for some time (Compton et al.,
2008). Leach, Scarborough, and Rescorla (2003) claim that some of these difficulties are truly
late-emerging after tracking student assessment scores through third and fourth grade.
Alternately, Etmanskie, Partanen, and Siegel (2016) claim that this drop in comprehension for
students is recovered within a year as students adjust to increasingly challenging texts. There is
not one screening measure across all grades levels that is able to sufficiently and accurately
identify a need for intervention (Kent et al., 2019). However, gathering data and information on
students’ strengths and weaknesses in the different components of reading allow for teachers to
plan interventions for their students (Capin et al., 2021).
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Choosing Screening Measures
There are many different assessments and screening measures that can be used but
educators need to determine what specific skills they need to assess along with which
assessments or assessment formats they will use, including computer-based or paper
assessments, individualized, small-group, or whole class assessments (Klingbeil et al., 2017).
Prior to choosing assessments, educators need to consider the goal of their screening process,
whether they prefer to be accurate and efficient, or if they first want to rule out all students not
needing intervention (Kent et al., 2019). Once the goals are set, the purpose of each assessment
needs to be considered, as well as the characteristics of the students they will be assessing
because different students can be identified with reading difficulties based on the skills that are
used as indicators (Compton et al., 2008; Kent et al., 2019). Ultimately, educators need to
consider whether they will use one screening measure or multiple by weighing the increased
accuracy with the additional time and resources that are needed to conduct additional
assessments (Klingbeil et al., 2017).
Common Assessment Tools
Different screening measures may be more effective at different grade levels particularly
due to the goals of educators (Klingbeil et al., 2017). Many researchers have found computeradaptive tests to be the most promising single-measure indicator of reading difficulties because
of the multiple skills that are needed during the one assessment as opposed to using multiple
tests, but the specific skills may vary by test (Kent et al., 2019). Screening tools that are based in
the curriculum are accurate enough, while running records are more accurate but still not
sensitive and specific enough, Measures of Academic Progress (MAP) is the most accurate
single screening measure, especially for fourth and fifth grades (Klingbeil et al., 2017). However,

19

in third and fifth grades, it was found more accurate to combine MAP with one of the other
screening tools (Klingbeil et al., 2017). Depending on the resources available, one option is to
use MAP, along with a second screening measure for students who demonstrate scores at the atrisk on MAP, although using multiple screening measures for all students is still more effective
at correctly identifying students with difficulties (Klingbeil et al., 2017).
Upper Elementary Considerations
In the upper elementary grades, there are some additional things that teachers need to
consider when choosing screening tools including whether they will predict scores on state
assessments and account for the shift in instruction to applying comprehension skills to texts
increasing complexity as opposed to foundational skills (Kent et al., 2019; Klingbeil et al.,
2017). Texts and assessments become more challenging over time with more focus on
comprehension, but there typically is not any indication that a student is struggling with
comprehension until they take comprehension tests in upper elementary grades (Leach et al.,
2003). Additionally, lower-level word recognition skills also become more challenging as
students move to the upper elementary grades and attempt to comprehend more complex texts
(Leach et al., 2003). Therefore, assessments need to be chosen that are aligned with the skills at
the specific phase of development readers are in so that students are being assessed based on
what readers should be able to do at that specific grade (Compton et al., 2008)
Skills to Assess
Screening tools should address both higher and lower-level skills because students may
struggle in different areas of reading (Kent et al., 2019). To best plan for intervention,
assessments need to help teachers identify the specific skills that are the cause of reading
challenges along with the severity of a student’s struggles. Many studies have focused on Oral
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Reading Fluency in screening processes but it is less predictive of reading difficulties in upper
elementary grades, so many researchers have noted the added use of some measure of
comprehension (Kent et al., 2019). Additionally, researchers are unsure how fluency plays a role
in identifying late-emerging reading difficulties because there are discrepancies over the effects
of fluency on other skills that may better predict reading difficulties (Compton et al., 2008). One
of the best predictors of difficulties is phonological awareness because it is critical for reading at
all levels (Lipka et al., 2006).
Early Indicators
Readers whose difficulties are not identified until fourth-grade, specifically those that
deal with word reading or a combination of word reading and comprehension, do not appear to
be more severe than readers whose difficulties were identified earlier (Leach et al., 2003).
However, when those difficulties are identified earlier, readers are typically able to maintain
growth that is consistent with successful readers, but those who show late-emerging difficulties
with comprehension see a drop in their reading assessment scores (Etmanskie et al., 2016).
Compton and other researchers (2008) were not successful in finding specific early indicators of
late-emerging reading difficulties. Etmanskie, Partanen, and Siegel (2016) have found some
connections between late-emerging reading difficulties and assessment results in early
elementary grades including lower results on cognitive and reading assessments in kindergarten
for students who demonstrate some difficulty with word reading in upper elementary grades. The
researchers also found that readers who demonstrate early difficulties with comprehension also
demonstrate difficulties with many other reading skills, whereas those who do not demonstrate
comprehension difficulties until later only demonstrated lower working memory results in
kindergarten. In one particular study, many readers with late-emerging reading difficulties were
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also students who received tutoring in first grade but showed enough growth to not continue and
then were not able to meet the increasing comprehension demands (Compton et al., 2008).
Skills of Focus
Intervention for upper elementary readers must be more diverse to include foundational
reading skills, as well as a newer demand on comprehension (Wanzek et al., 2010). Children and
adults with reading difficulties tend to struggle with phonological awareness, but "difficulties in
working memory, oral language skills, and rapid naming are also important for reading
development" (Etmanskie et al., 2016, p. 22). In their research on late-emerging reading
difficulties, Leach, Scarborough, and Rescorla (2003) found that one-third of students studied
had struggles with word reading, one-third struggled with comprehension, and one-third of
students with late-emerging reading difficulties struggled with both word reading and
comprehension with no correlation between the challenges. There is conflicting evidence as to
whether more students have difficulties at the word level or comprehension level, but these
discrepancies could be due to the reading instruction or intervention program, participant
characteristics, or any other number of factors or intervention practices and approaches
(Etmanskie et al., 2016). However, in planning for intervention, the severity of difficulties is
more impactful on a student's reading difficulties than having difficulties in more than one
component or skill (Capin et al., 2021).
Foundational Skills
The diverse and more complex skills that need to be targeted through intervention in the
upper elementary grades are not as receptive as those in early elementary grades, thus resulting
in needed differences in intervention (Ahmed et al., 2022). Targeting some combination of
foundational skills including “phonemic awareness, phonics, spelling, fluency, text reading
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strategies along with mindfulness training” has contributed to larger positive effects (Donegan &
Wanzek, 2021, pg 1970). Students with late emerging reading difficulties in these foundational
skills affecting their word reading are likely due to the more phonologically and morphologically
complex words in the more complex texts they are reading (Lipka et al., 2006). Toste et al.
(2017) noted that previous research has found intervention specifically targeting multisyllabic
word reading to be effective in improving word reading skills. They go on to say that students
fall back on their decoding skills from the early elementary grades but are often unable to break
multisyllabic words down into smaller parts. So, students need intervention in decoding
multisyllabic words, beginning at the individual word-level and expanding to text-level
(Donegan & Wanzek, 2021). They need “less cognitively demanding approaches” to decoding so
that they are able to stay focused on comprehension (Toste et al., 2017, p. 596). However,
instead of rules-based phonics instruction at this level, students need exposure and repeated
practice with a large number of words in looking for smaller units of meaning within the word to
break apart word meaning and put it back together (Toste et al., 2017). Students encounter an
average of 10,000 new multisyllabic words each year after 4th grade, so decoding strategies for
multisyllabic words are necessary to be a successful reader (Toste et al., 2017).
Comprehension
For students with reading difficulties, they are more likely to demonstrate a higher level
of need in comprehension than in foundational reading skills (Donegan & Wanzek, 2021).
Alternately, comprehension will likely suffer if there is a challenge with lower-level or
foundational reading skills (Leach et al., 2003). According to Capin and other researchers
(2021), three-fourths of students who had difficulty with comprehension also have difficulties
with word recognition. This is further supported by the Simple View of Reading which states
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that “reading comprehension is the product of two interrelated but distinct component skills:
accurate word reading and listening comprehension" (Capin et al., 2021, p. 183). A difficulty in
comprehension without challenges in word reading would be marked by weaknesses in reading
comprehension, as well as listening comprehension and some difficulties in vocabulary, but no
impact on reading or spelling real or pseudowords, phonemic awareness, and phonological skills
(Leach et al., 2003). Research into comprehension interventions has found that comprehension
strategies need to be taught explicitly and directly, as before reading, during reading, and after
reading skills (Donegan & Wanzek, 2021; Wanzek et al., 2010). Specifically, explicit instruction
in strategies related to both main idea and summarizing has had positive outcomes for students
(Donegan & Wanzek, 2021).
Multicomponent Challenges
Most students with reading difficulties struggle with both foundational skills, including
word reading, and comprehension (Capin et al., 2021). Multicomponent interventions that
targeted both foundational skills and comprehension are the most promising at improving a
variety of areas of reading according to much of the research that has been done (Donegan &
Wanzek, 2021; Wanzek et al., 2010). With multicomponent interventions, the most effective
were found to include direct instruction in higher level skills, and use intervention in various
components of foundational reading skills to support students use of comprehension strategies
(Ahmed et al., 2022). Capin and other researchers (2022) found that students demonstrating the
most severe challenges in many components were most commonly older than students with less
severe or more focused struggles. Based on this, the authors state that these students needing
interventions on multiple skills, especially the larger the difficulties, the more time that students
will need with interventions to target each skill (Capin et al., 2022).
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Intervention Structure
More complex skills that readers are relying on more regularly in upper elementary
grades are not as receptive to intervention as the skills targeted in early elementary intervention
(Ahmed et al., 2022). With current research on intervention for upper elementary intervention,
there is still a need for research to better understand how the components of instruction each
affect student success (Donegan et al., 2020). Many different formats and structures have been
adopted to provide support for struggling readers, including after-school intervention programs,
but there does not seem to be a significant improvement in reading comprehension following
participation in an after-school intervention program (Roberts et al., 2018). Bacon (2005) has
used students as interventionists by training students to act as reading coaches within her
classroom. She continues to describe this process, stating that she grouped students based on
their reading habits and behaviors, and trained each student to “listen, question, prompt, confirm,
explore, and reflect on their reading and the reading of their peers” (p. 417). Based on informal
results through classroom assessments and running records, Bacon (2005) was able to see
improvement in students’ instructional reading level more quickly. Regardless of the specific
structure that is chosen, there are a few common considerations when planning for intervention.
Behavior and Motivation
Students with engagement challenges and inattention have smaller gains in reading
instruction and intervention and are less likely to respond to intervention (Roberts et al., 2021).
Roberts and other researchers (2021) found that adding a behavioral component to intervention
has the potential to increase student engagement. For many students, there is a strong association
between reading skills and motivation, so as a student’s belief in their reading ability improves
through intervention, specifically with multisyllabic word reading, their multisyllabic word
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reading ability also improved (Toste et al., 2017). Adding simultaneous engagement support to
reading intervention has a larger effect than intervention without engagement support (Roberts et
al., 2021). However, incorporating mindset intervention to support students’ growth mindset
with reading intervention can help with specific foundational reading skills but did not affect
overall reading outcomes (Toste et al., 2017; Wanzek et al., 2021).
Groups
Students at-risk of reading disabilities and experiencing reading difficulties require
adequate support through intervention, which should take place in small groups (Donegan et al.,
2020). These intervention groups should typically have five or fewer students each to have a
positive impact on students’ reading comprehension (Donegan & Wanzek, 2021). Upon looking
into who should comprise these groups, Capin and researchers (2022) stated that previous
research found that groups tend to form based on the severity of difficulty as opposed to the
specificity or area of difficulty; however, based on their research, both severity and specificity of
area, including comprehension or word reading, need to be considered when planning for
intervention (Capin et al., 2022). They further stated that if groups are formed based on the
severity of the reading challenges, the intensity of the intervention needs to be considered and
adjusted to best meet student needs. Alternately, they stated that groups formed by specificity or
area of need should select the component reading skills, including foundational skills and
comprehension, to best meet the needs of students.
Duration and Intensity
Along with keeping groups small, the intensity of intervention needs to be increased for
students to receive the necessary support for their reading difficulties (Donegan et al., 2020).
Multicomponent interventions that spend considerable amounts of time on foundational skills
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can produce growth in word reading when conducted in groups of only two to three students for
about 45 minutes per day (Donegan et al., 2020). Similarly, for students requiring the most
intervention in comprehension, interventions should be extended over longer periods of time to
produce significant gains, particularly for the lowest readers (Donegan & Wanzek, 2021).
Intervention Practices and Programs
Wanzek (2022) states that
Skilled readers engage in an active, strategic process while reading to create meaning
from the author’s words. The base of this process is the efficient and effortless reading of
the words in a text, allowing a skilled reader to focus on the meaning rather than
decoding. If students cannot read the words efficiently, then they will struggle to make
meaning. Similarly, skilled readers possess strong background knowledge on relevant
topics, as well as an understanding of the vocabulary and concepts presented therein. If
students cannot understand the meaning of many of the topics, words, or phrases used,
then they will not be able to make meaning from the text. (p. 34)
However, students with reading difficulties lack the skills and background knowledge required to
be a skilled reader (Wanzek, 2022). Intervention programs need to be selected based on the
needs of the students as opposed to a grade level overall (Leach et al., 2003). Students who have
difficulty with word reading and foundational skills require “explicit and systematic word
reading instruction” while interventions that focus on building meaning and developing language
abilities are critical for students with comprehension difficulties (Capin et al., 2022, p. 251).
Most intervention programs that have been published focus on either word reading or
comprehension difficulties and therefore require integration across programs to provide multicomponent interventions (Capin et al., 2022). It is important to provide a multi-component
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intervention to allow students repeated opportunities to combine the use of many strategies to
build meaning within a text (Wanzek et al., 2017).
While the research into early elementary identification and intervention for reading
difficulties is important, even the most effective and robust systems will never account for lateemerging difficulties requiring continued intervention at the upper elementary level (Leach et al.,
2003). These students need explicit instruction and modeling of strategies to both monitor their
understanding and to use when they are not understanding a text (Wanzek, 2022). Modeling the
step-by-step use of comprehension strategies along with explicit instruction and opportunities for
practice makes strategy use visible to students (Wanzek, 2022). Additionally, for students
struggling with comprehension, it is important to explicitly teach about text organization,
including story elements of literary texts and text structures of information texts, and support
their focus on these elements and organization with the use of graphic organizers (Wanzek,
2022).
Response to Intervention
While there are many different systems and methods for intervention, one common
method is Response to Intervention (RtI) which includes three levels, or tiers, of intervention that
increase in intensity (Compton et al., 2008). In this school-wide program, Tier 1 includes “highquality, developmentally appropriate instruction within the general education classroom”
(Mellard, & Johnson, 2008, p. 3). The authors continue by saying students who are not making
expected levels of growth within the classroom receive more targeted, small-group interventions
in Tier 2. Students that are not responding to the Tier 2 interventions receive Tier 3 interventions
that are more intensive and focused on the individual student (Mellard & Johnson, 2008). At Tier
2 and Tier 3 the duration along with the frequency of intervention are specified for the
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intervention being provided (Mellard, & Johnson, 2008). Three key advantages of the RtI system
are “a stronger focus on prevention, earlier identification of children with disabilities, and an
assessment process with clearer implications for academic programming" (Compton et al., 2008,
p. 329). As students respond to interventions that are provided at any level and meet the expected
grade-level performance, they are moved back down to lower tiers (Mellard, & Johnson, 2008).
Much of the research into RtI focuses on early elementary grades with only a general
overview of school-wide implementation resulting in very little being known about instruction
during intervention (Kent et al., 2017). Kent and other researchers (2017) attempted to study the
implementation of RtI in upper elementary grades and found that most classrooms spend little
time on direct instruction in reading with widely varying amounts of time devoted to Tier 1, the
lowest level of support. Instead of direct instruction, Kent and other researchers (2017) found
that there was a lot of time for students to rotate through centers, but that the time in centers did
not actually involve any differentiation. They also found that much of Tier 1 was focused on
vocabulary and comprehension instruction in most classrooms with a lack of phonics and
structural analysis instruction, meaning very little time was spent on word-level skills during
intervention. For effective use of RtI, more than fifteen minutes needs to be spent on
comprehension or word reading intervention to produce significant results in readers (Kent et al.,
2017).
Direct Instruction
Many different programs can be classified as Direct Instruction because they have been
field-tested extensively and include scripted lessons that teach greater amounts of content in the
same amount of time as other programs (Stockard, 2010). Often, Direct Instruction Programs are
effective in supporting students’ vocabulary and fluency growth, as well as some growth in
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comprehension because they introduce new content and strategies in a controlled manner to
slowly increase the complexity throughout the lesson and help students master the content
(Stockard, 2010). As part of a Direct Instruction program of intervention, students are placed into
groups based on skill level, and groups are adjusted regularly as students' skill levels change to
promote mastery of all of the content/skills (Stockard, 2010).
Multi-Component Interventions
Many theorists agree that readers need to be able to focus on meaning making while
reading instead of decoding to improve their comprehension (Musti-Rao et al., 2009). Students
need “a strong foundation of accurate and efficient word recognition” in order to develop higher
level skills and comprehension (Musti-Rao et al, 2009, p. 21). When choosing programs for
intervention, teachers need to carefully consider multi-component intervention programs such as
Passport to Literacy, because while it is a multi-component intervention program, it focuses
mostly on explicit comprehension instruction with very little focus on foundational skills and
word reading (Wanzek et al., 2017). Therefore, students likely need some specific intervention
on foundational skills before they are able to reap the benefits of programs that are more
comprehension focused (Wanzek et al., 2017).
Providing students with many opportunities to read a text at their level is a common way
to improve reading fluency prior to comprehension intervention (Musti-Rao et al, 2009). Many
researchers have identified the effectiveness of repeated reading in improving struggling readers'
fluency in which students reread a text multiple times either within a set amount of time or until
they reach a certain reading rate (Musti-Rao et al, 2009). Repeated readings for fluency can be
conducted in different ways, including the small group approach where each student in the group
takes a turn reading the passage or the peer-mediated approach where partners repeatedly read a
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passage (Musti-Rao et al, 2009). Struggling readers benefit most when paired with a more
proficient reader who is able to correct their peer's errors and be a good model for fluent reading
(Musti-Rao et al, 2009). To better connect fluency interventions such as repeated readings to
comprehension, Musti-Rao and other researchers (2009) recommend more research into
analyzing student errors and their effect on a student’s understanding of a text.
Research into multi-component interventions has revealed that not receiving intervention
when needed did not cause students to fall further behind their peers in comprehension, meaning
that students are still growing without intervention similar to their peers (Wanzek et al., 2017).
Alternately, while receiving intervention may not get students to expected proficiency levels,
their reading challenges are lessened as they close the gap between their current level and that of
their peers (Wanzek et al., 2017). This is similar to the results of fluency interventions in which
students are able to make gains in their fluency with practice passages, but may not meet
benchmark levels due to difficulties transferring all of their speed and accuracy gains to new
passages (Musti-Rao et al., 2009). Fluency and other word reading skills impact the effectiveness
of multi-component interventions with students who have larger challenges in word reading
skills experiencing less improvement in comprehension throughout the intervention program
(Wanzek et al., 2017).
Summary
The theory of constructivism is based in the identification of a student’s current
understanding or level of development to determine what a student is capable learning next
through constructing meaning (Powell & Kalina, 2009). Students must be able to integrate new
information into their prior knowledge through a step-by-step process that includes various
experiences and activities (Ajdini, 2021; Milad, 2021). This learning process may not look the
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exact same for every student, so teachers must provide multiple opportunities for students to
interact with and construct new knowledge to meet the needs of each student (Milad, 2021).
Cognitive constructivism focuses on the more independent side of learning with the role of the
mind in constructing learning individually (Milad, 2021; Powell & Kalina, 2009). For students in
the upper elementary grades, they are in Piaget’s concrete operational stage and later the formal
operational stage in which they are beginning to develop logic and then applying logic to more
abstract ideas (Piaget, 1964). Teachers use these stages of development to plan for instruction
that is based on the development of each student (Powell & Kalina, 2009). According to Piaget
(1964), new learning takes place when a student is able to take new information that puts them
into a state of disequilibrium and assimilate it with what he termed their schema to internalize the
new information. Alternately, social constructivism focuses on the interaction between learners
within an environment (Milad, 2021). With this perspective, students work at their independent
level before receiving support and scaffolding from peers and teachers to take their independent
work to the next level with new concepts (Powell & Kalina, 2009). This is known as Vygotsky’s
Zone of Proximal Development in which teachers use what a student is able to do in
collaboration with others to teach and support their ability to do those things independently
(Vygotsky, 1978). Students need one-on-one time with teachers to receiving the individualized
scaffolding that allows them to do their best learning (Powell & Kalina, 2009). When combined,
the different aspects of constructivism help students to become problem solvers by building
bridges between their previous knowledge and new learning to transfer that knowledge to new
situations (Ajdini, 2021).
Schools need to conduct ongoing assessments of students reading growth to identify any
difficulties in a student’s reading ability as soon as possible because reading difficulties can
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develop at any stage in a student’s education (Lipka et al., 2006). While some students have
reading difficulties that have been present for many years but have gone un-identified, there are
also students who develop late emerging reading difficulties in the upper elementary grades
(Compton et al., 2008). To identify reading difficulties, there are many screening measures and
assessments that educators can choose from, so they first need to determine the specific skills
they would like to target (Klingbeil et al., 2017). Then, they need to determine what format or
formats would work best based on the resources available to them including whether more than
one tool will be used (Klingbeil et al., 2017). While using multiple screening measures is more
accurate in identifying reading difficulties, it also takes more time and resources, so researches
have found that Measures of Academic Progress (MAP) assessments are the most accurate
assessments used individually (Klingbeil et al., 2017). Regardless of what assessment is chosen,
educators need to ensure that it is aligned with the skills that students should have at that specific
grade level, meaning the different tools may need to be chosen for different grades (Compton et
al., 2008). For students in upper elementary grades, screening tools need to assess both higherlevel and lower-level reading skills (Kent et al., 2019).
Leach, Scarborough, and Rescorla (2003) conducted research into late emerging reading
difficulties and found that students with difficulties were split evenly between word reading
difficulties, comprehension difficulties, and a combination of word reading and comprehension
difficulties. In the upper elementary grades, students are beginning to read more complex texts
that typically have more phonologically and morphologically complex words that likely cause
the struggles with word reading skills (Lipka et al., 2006). Therefore, intervention needs to target
multisyllabic word reading with repeated practice breaking apart word meaning (Toste et al.,
2017). For students with comprehension challenges, research has found that interventions need to
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teach comprehension strategies explicitly and directly, as before reading, during reading, and
after reading skills (Donegan & Wanzek, 2021; Wanzek et al., 2010). Multicomponent
interventions target both foundational skills and comprehension improving a variety of areas of
reading according to much of the research that has been done (Donegan & Wanzek, 2021;
Wanzek et al., 2010). Students requiring multicomponent interventions require more time for
intervention, specifically for as struggles become more severe (Capin et al., 2022). These
interventions were found to be most effective when they include direct instruction in higher level
skills as well as various components of foundational reading skills that support students use of
comprehension strategies (Ahmed et al., 2022).
Upper elementary reading skills that are more complex are typically not as receptive to
intervention as the skills targeted for younger readers (Ahmed et al., 2022). Additionally, there is
a strong association between a student’s motivation and their reading skill, so a student’s belief
or lack of belief in their reading ability impacts their reading abilities (Toste et al., 2017).
Incorporating a behavioral component or engagement support to reading intervention can have
positive effects on a student’s responsiveness to intervention (Roberts et al., 2021).
Intervention should take place in small groups, typically of no more than five students
(Donegan et al., 2020; Donegan & Wanzek, 2021). These groups can be formed either based on
the severity of reading difficulties or the specific skills that will be targeted (Capin et al., 2022).
For many students, the intensity of the intervention needs to be considered, and often increased
to receive the support that is necessary to target their reading difficulties (Donegan et al., 2020).
Interventions, particularly for those targeting comprehension, need to take place over extended
periods of time to produce the desired effects, and interventions should be lengthened based on
the severity of the difficulties (Donegan & Wanzek, 2021).
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When selecting an intervention program, educators need to consider the needs of the
specific students as opposed to the grade level (Leach et al., 2003). Word reading difficulties
require explicit instruction in word reading skills while comprehension difficulties need
interventions that focus on vocabulary and building meaning (Capin et al., 2022). For students
with challenges in both areas, intervention programs likely need to be integrated as most
published programs focus on either word reading and foundational skills or comprehension
(Capin et al., 2022). One system for intervention is Response to Intervention (RtI) that provides
intervention of increasing intensities at three different levels with a focus on early identification
through assessment and prevention of difficulties (Compton et al., 2008). However, there are
many variations of RtI within the upper elementary grades as teacher implement the system in
their school and classroom (Kent et al., 2017).
Direct Instruction programs that have been field-tested extensively and include scripted
lessons that introduce new content and strategies in a controlled but quick manner have been
found to be successful (Stockard, 2010). There are also multicomponent intervention programs
such as Passport to Literacy, but teachers need to be careful that students have sufficient
foundational skills before moving onto comprehension, which the program may not provide
(Wanzek et al., 2017). Students need to be able to focus on meaning making while reading
instead of decoding to improve their comprehension (Musti-Rao et al., 2009). This can be done
through repeated reading to improve reading fluency, which can also then be analyzed to
understand a student’s mistakes that may be affecting their comprehension (Musti-Rao et al.,
2009).
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Conclusion
Intervention is still important for students in upper elementary grades even though there
has been less research focused on these grades (Wanzek et al., 2010). Educators have many
things to consider when providing intervention for their upper elementary readers and need to be
intentional about setting goals for intervention and working towards those goals at each step.
This begins with choosing assessments or screening tools that will give them valuable
information about the skills and struggles of their readers to know what skills they need to target
with additional, explicit instruction. There are many more skills that students need to read a text
successfully, along with a greater demand of complexity on the skills they have been developing
since the early elementary years. Thus, educators need to consistently monitor students’ reading
abilities. Based on the skills and the severity of the challenges that students demonstrate,
educators then must decide what interventions to provide, including what program or
combination of programs they may use, and how to structure their intervention.
Just as in the early elementary grades, upper elementary teachers need time to devote to
intervention both within the day and across extended periods of time. They also need support
from other teachers or interventionists to be able to provide the interventions in small groups
based on the various needs of each individual student. Thus, providing teachers with a
framework for developing and monitoring their intervention will allow for collaboration amongst
teachers and likely more effective interventions.
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Chapter Three: Project Description
Introduction
As students get older, they encounter more complex and challenging texts in their reading
with more focus on different content-areas (Etmanskie et al., 2016). This is especially prevalent
as students enter the upper elementary grades and can result in new reading difficulties for
students (Donegan & Wanzek, 2021). These late emerging difficulties add to the persistent
reading difficulties of some students from the early elementary grades resulting in more diverse
needs of upper elementary students (Donegan & Wanzek, 2021). Reading difficulties, and
subsequent interventions, can either be based on foundational reading skills including word
recognition, or on comprehension, or on some combination of the two (Lipka et al., 2006).
However, the skills that are targeted at the upper elementary level are more complex and
typically are not as responsive to intervention (Ahmed et al., 2022). Therefore, educators
working with upper elementary students facing reading challenges need to be very intentional in
planning and implementing intervention to support these students. This project supports a PLC in
constructing intervention that is based on both research and the assessment data of their students.
This chapter outlines the various discussions that members of a PLC need to engage in to
prepare intervention for their upper elementary students. Beginning with an overview of the PLC
framework, this project allows for flexibility to meet the various needs of teachers and
interventionists with different levels of intervention resources available to them. Then, this
chapter describes the steps that a PLC should take with various discussion guides to help the
members of the PLC consider the assessment, intervention structure, grouping, and instructional
planning that should take place, along with a time for reflection to enhance ongoing intervention.
This chapter also lays out some plans for implementing this PLC framework with suggestions for
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how and when implementation can happen. Finally, the chapter concludes with criteria
evaluating this project based on the intervention that is created and provided following the PLC
framework.
Project Components
This project provides a framework for teachers to implement within a PLC to support the
collaborative work on planning for reading intervention. The framework is laid out for the PLC
with an overview (Appendix A) that guides the members of the PLC in setting expectations and
goals for their group to allow for successful collaboration. Additionally, the overview provides a
general outline of the meetings with suggested topics and a suggested structure, allowing for
each group to customize the schedule to best fit their needs. This customization allows for more
groups to utilize this framework whether they are looking to build intervention from scratch and
need more time for discussions and planning, or are looking to strengthen an already existing
intervention structure. The Goals and Expectations Worksheet (Appendix B) provides a place for
the PLC to record their initial discussion in setting up the work they will be doing so that they
are able to refer back to it throughout the process.
Once the overview is complete, the first meeting also guides the PLC through discussing
and selecting assessments to use so that all interventions are grounded in data. Klingbeil and
others (2017) remind us that there are many different assessments that educators can choose
from, so they need to determine the specific skills that need to be assessed, as well as the format
of assessments that best fits the time and resources available. The Assessment Discussion Guide
(Appendix C) supports this discussion in determining what assessment or assessments will be
used. However, many schools likely have some reading assessments already in place, so this
discussion spends time analyzing those to determine what specific information they can provide
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before considering if any additional assessments might be needed to collect the necessary data.
Regardless of the specific assessments that are chosen, assessments should be aligned to the
specific skills that are essential for the grade level (Compton et al, 2008). The Assessment Notes
Worksheet (Appendix D) provides a place for the PLC to record this information, including the
assessments that will be used and what skills they are specifically assessing to ensure the
assessments support the goals that were set for intervention.
After the first meeting is completed, school staff will need time to conduct the
assessments. This timeframe could range widely depending on the assessments that were chosen,
the number of students that need to be assessed, and the number of staff available to proctor the
assessments. Therefore, the second meeting suggests discussing the overall structure of
intervention using the Intervention Structure Discussion Guide (Appendix E). This guide helps
the PLC to consider how intervention will take place. Kent and others (2017) suggest that
interventions need to be conducted for at least fifteen minutes to produce significant results.
Additionally, interventions need to be sustained over longer periods of time for students facing
the biggest reading challenges (Donegan & Wanzek, 2021). To support the creation of an
appropriate intervention structure, the author has provided two different examples: one for
interventions taking place within one classroom with no additional support staff (Appendix F),
and two different examples with two classrooms combining for interventions with two additional
staff members for support (Appendix G). While the specific groups and topics cannot be created
yet, determining this structure allows for the PLC to know how many different groups of
students can be created once the data is collected. The Intervention Structure Example – MultiClassroom/Whole Grade Level (Appendix G) also provides ideas about how groups may be
created either according to skills area or by severity of reading challenges.
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Once the initial assessment data is collected, the PLC should promptly meet to form
intervention groups. Capin and others (2022) remind us that groups tend to form somewhat
naturally based on both the severity of the reading challenges and the area of reading challenges,
and both need to be considered when creating groups for intervention. The Data Analyzing
Guide (Appendix I) provides prompts for looking at any score reports that an assessment may
offer to form groups of students based on both the severity and area of need. Group size needs to
be carefully considered to ensure groups remain small with ideally five or fewer students
(Donegan & Wanzek, 2021). To track the size of the groups more easily, especially when dealing
with many different students and many different groups, the Student Data and Intervention
Tracker (Appendix I) allows for the data of each student to be recorded on an individual half
sheet of paper to organize and adjust groups. Once the groups are created, the severity of the
group’s needs must be considered to determine the number of weeks intervention will take place.
Donegan and Wanzek (2021) remind us that students facing more reading challenges need a
longer period of time in intervention to experience significant growth.
If time allows, the discussion to form groups during the third meeting should be
combined with planning for instruction. Intervention should be started as soon as possible after
the data is collected, so if the meetings are not able to be combined, they should take place
within a few days of one another. When planning for instruction, Wanzek and others (2017)
remind us that students must have sufficient foundational reading skills before they are able to
focus on comprehension skills. A separate Intervention Planning Guide (Appendix J) is provided
to help PLC members collaborate and construct a plan for explicit instruction for each group.
While PLC members are able to use any resources available to them, including published
intervention programs, Capin and others (2022) remind us that programs may need to be
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integrated to meet the specific needs of the students with explicit instruction. Therefore, this
planning guide provides prompts to consider how the group will engage in instruction and
activities based on the area of the skills that are being targeted. These activities may come from
any combination of published intervention programs and other resources and experiences
available to the PLC. This planning process is supported by an Example Plan for Intervention
(Appendix K) to begin thinking about how they might incorporate instruction of different
strategies and skills over time.
Once intervention has been implemented, PLCs need to collect more data from their
students to determine the effectiveness of the intervention. A PLC may choose to collect
assessment data and meet at one or more midpoints throughout intervention, or may wait until
after interventions have concluded. The Reflection Discussion Guide (Appendix L) can be used
during any of these times to consider the successes and challenges of intervention, based on
student data and evidence of student learning, and make plans to improve intervention in the
future.
Project Evaluation
Successful reading intervention results in positive outcomes, including improved reading
and comprehension, for students who face reading challenges (Wanzek et al., 2010). Therefore, a
large portion of the success of this project is demonstrated through improvements in student’s
reading over time. Student growth can be monitored by conducting the same assessment or
assessments after the intervention has taken place that were conducted to plan for intervention.
Teachers will need to track student scores on the assessments to compare how those scores have
changed over time. This can be done use the Student Data and Intervention Tracker (Appendix I)
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to monitor both a student’s scores on the assessments they are given and the intervention they are
receiving.
The members of the PLC also need to feel that the intervention that they have constructed
and implemented is an effective use of their time. The Reflection Discussion Guide (Appendix L)
will prompt the members of the PLC to consider their perceived positives and challenges of the
overall structure of their intervention, as well as the intervention instruction and activities they
have been utilizing. For this project to be considered successful, members of the PLC do not
need to have an intervention program that is completely successful, or without flaws. Instead,
success is characterized by use of the framework to support the PLC in planning and
implementing intervention, followed by revisions to the elements of intervention to better meet
the needs of the staff and students that are participating.
Based on these two criteria, evaluating the success of the project takes time. First, the
PLC needs to identify and conduct reading assessments and create intervention groups. This has
to occur before implementing interventions over an extended period of time to allow for student
learning and growth to take place. After students have received an intervention, then they are
able to be assessed again to monitor their growth and teachers are able to reflect on the
implementation of intervention.
Project Conclusions
Students deserve support for the things that they are struggling with and this includes
reading skills, especially as they become more complex in the upper elementary grades.
However, intervention takes time to plan and implement. Capin and others (2022) state that the
larger the challenges that students encounter with texts, the more time that is needed for
intervention to target the necessary skills and produce significant results. Educators need to be

42

very intentional at every step of planning for intervention, ensuring that all of the work they are
doing, including the assessments that are used, aligns with the goals they have set and the skills
that students should have at their level of development (Compton et al., 2008).
The goal of this project is to provide a framework for educators to construct and
implement reading interventions for their upper elementary students. In the way that this project
is set up, it is meant to support educators with a range of intervention structures and
implementations from those who have an existing structure and published programs available to
them, to those who have no intervention or provided resources. Due to the range of educators
that this project is intending to support, some adjustments may need to be made, especially to the
questions on the discussion guides after the framework has been implemented. However, this
project provides a starting place for being intentional in creating the structure for intervention
and considering the best ways to support students that experience challenges with reading.
Plans for Implementation
Professional Learning Communities can be implemented in any school setting by a group
of teachers who have a common goal. This allows for the project to be implemented with any
new or existing PLC, and while the framework is intended to ultimately support upper
elementary students, adjustments could be made for use with other grade levels. Additionally,
this framework can be used by PLCs to develop a new intervention system, or to improve an
existing system. The author has plans to share this framework with her current PLC of fourthgrade teachers upon completion of the project to improve the current intervention system in
place. This framework will also be shared with the author’s building administrators to make the
framework available to other PLCs within her building.
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This framework would be most beneficial if implemented at the beginning of the school
year to coincide with any beginning of the year assessments that are already in place. That would
also allow for intervention to begin as soon as possible for students experiencing reading
difficulties. However, the framework could be implemented at any point in the year as long as
there is sufficient time to implement interventions. Regardless of when the framework is
implemented, assessment needs to be administered just prior to the creation of groups to ensure
current data on student achievement drives instruction.
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PLC Overview
Setting Expectations
To have successful PLC, members need to set clear expectations ahead of time. Record your
expectations on the Goals and Expectations Worksheet for future reference. The following
questions will help to ensure everyone is on the same page before digging into intervention.
➢ How will members participate in each meeting? What does participation look like?
➢ What does being prepared for meetings look like?
➢ Will different members of the PLC have roles within each meeting (i.e., discussion
leader, notetaker)?
➢ How will we handle when expectations are not being met by members of our PLC?

Goals for Intervention
It is essential to identify what members of the PLC believe are the most important skills or
components of reading for students in your grade level. These goals will guide the assessment
process as well as the planning and implementation of intervention. Record these in the space
provided on the Goals and Expectations Worksheet.
➢ What are the essential skills that students need to have to be a successful reader at this
grade level?
➢ Historically, are there any skills that students tend to be lacking that we want to be more
intentional about monitoring?
➢ Are we attempting to target increasing complexity of foundational reading skills (i.e.,
multisyllabic words) or challenges with specific foundational reading skills?
➢ Which of the following skills do we value most: fluency, accuracy, phonological
awareness, phonemic awareness, decoding, comprehension?
➢ How much do background knowledge or vocabulary seem to affect our students’ ability
to read and understand grade-level texts?

Suggested Meeting Topics
Meeting 1: PLC Goals and Expectations Setting and Assessment Selection
**Conduct Assessments (meeting 2 can take place before assessments are finished)
Meeting 2: Creating an Intervention Structure
Meeting 3: Analyzing Assessment Data
Meeting 4: Planning for Intervention
**Implement Intervention for a set number of weeks/sessions.
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Meetings 5 and 6: Reflecting on Intervention
**These meetings will likely look very similar, with the need to assess students prior to
meeting to base the discussion in data. It is suggested to meet halfway through the predetermined number of intervention sessions and after all of the intervention sessions have
finished. However, members may choose to meet more regularly while intervention is
being implemented.
PLCs can adjust the schedule depending on the needs of the members and how much
intervention structure is already in place. Meetings 3 and 4 should take place very close to the
conclusion of conducting assessments, and may be combined if time allows, so that intervention
is started as promptly as possible. PLCs with fewer intervention resources (assessments and
instruction programs) may need more time for each meeting than those with more resources.

Meeting Structure
Beginning
Review the expectations of the PLC and the goals for intervention that were listed on the
Goals and Expectations Worksheet.

Middle
A discussion guide is available to support the discussion of the meetings for each topic listed
above, but may be adjusted to meet the needs of the PLC and allow for a natural discussion to
occur.
Some meetings use two separate discussion guides.

Ending
Be sure to set action steps that each member of the PLC is clear on to be prepared for the next
meeting.
VanGessel, 2022
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Goals and Expectations Worksheet

Expectations for PLC Meetings
1

2

3

4

5

Goals for Intervention
1

2

3

Meeting Schedule
Meeting
Topic
Date
&

Time
VanGessel, 2022
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Assessment Discussion Guide
Before planning for intervention, assessment data needs to be collected from each student to
determine who needs intervention and in what areas of reading. Using this guide, determine the
assessments that will be used throughout intervention to ground the work in data.
Step 1: Review your goals for intervention from your Goals and Expectations Worksheet.
➢ What skills are you planning to target with your intervention?
Step 2: Set goals for assessment.
➢ Do you want to rule out every student that does not have reading challenges?
➢ Do you need to be efficient in assessent based on the time and resources available?
Step 3: Review assessments in use.
➢ What reading assessments are already given?
o Go through the following questions for each assessment, taking notes on the
Assessment Notes Worksheet.
➢ What is the purpose of this assessment?
➢ What skills does this assessment provide data about?
o If there are multiple scores within the overall score, which scores correlate to
which skills?
o Do these skills align with what students should be able to do at this grade level?
➢ Does this assessment require students to apply skills to reading texts of increasing
complexity?
➢ Will this assessment help to predict each student’s achievement on state assessments?
➢ How is this assessment administered?
o Individually?
o Whole class?
o Paper and pencil?
o Computer-based?
o Computer-adaptive?
Step 4: Consider Assessments Altogether
➢ Do the assessments include both foundational reading skills and comprehension?
➢ Do the assessments that we are using assess both lower-level and higher-level skills?
➢ If using multiple assessments:
o Is there sufficient time and resources to conduct each assessment?
o Does the increased time for multiple assessments allow for increased accuracy of
identifying reading difficulties?
➢ Are there additional skills that need to be assessed using different tools? If so, what tools?
VanGessel, 2022
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Assessment Notes Worksheet

Assessment

Purpose

Skills Assessed

Additional Notes

VanGessel, 2022
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Intervention Structure Discussion Guide
Before groups are created, you need to determine how many groups you will be able to run. If
you do not have an intervention structure already, use the following questions to create a plan for
how you will try to implement intervention. If you already have a structure in place, consider the
questions below for any ways to make your structure more effective.
➢ When will intervention take place during the day?
➢ How long with each intervention take place for during the day?
o At least 15 minutes of direct instruction is recommended to produce significant
results
➢ How often will intervention take place?
➢ Will intervention take place in each individual classroom or will students be mixed
between classes?
o Does the schedule allow for each of these classes to have intervention at the same
time?
➢ Which staff are available to conduct small groups?
➢ How many different groups are we able to hold?
VanGessel, 2022
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Intervention Structure Example – Individual Classroom
4 days per week – 35 minutes
Grouped by area of need – could be grouped by severity of need.

MONDAY

15 minutes
Phonemic
Awareness
Multisyllabic
Word Decoding
Text Structure

Direct instruction with
teacher
Affix Practice Activities
Targeted Digital Activities
(i.e., Lexia Core 5, Razz
Kids)

TUESDAY

15 minutes
Phonemic
Awareness
Multisyllabic
Word Decoding

THURSDAY

WEDNESDAY

Text Structure
Phonemic
Awareness
Multisyllabic
Word Decoding
Text Structure

Phonemic
Awareness
Multisyllabic
Word Decoding
Text Structure

15 minutes
Sound segmenting
practice based on
instruction
Direct instruction with
teacher
Practice with graphic
organizers

15 minutes

5 minutes
Partner Reading fluency

Partner Reading fluency
Check in with teacher on
daily activities

5 minutes

Targeted Digital Activities
(i.e., Lexia Core 5, Razz
Kids)
Direct instruction with
teacher
Practice with graphic
organizers

Sound segmenting
practice

Check in with teacher on
daily activities

Affix Practice Activities

Partner Reading fluency

Direct instruction with
teacher

Partner Reading fluency

15 minutes

15 minutes

5 minutes

Sound segmenting practice

Direct instruction with
teacher
Affix Practice Activities

Partner Reading fluency

Practice with graphic
organizers

Partner Reading fluency

10 minutes

10 minutes

10 minutes

Direct instruction with
teacher

Sound segmenting
practice

Targeted Digital Activities
(i.e., Lexia Core 5, Razz
Kids)
Practice with graphic
organizers

Direct instruction with
teacher

Targeted Digital Activities
(i.e., Lexia Core 5, Razz
Kids)
Affix Practice Activities

Targeted Digital Activities
(i.e., Lexia Core 5, Razz
Kids)
Direct instruction with
teacher

Check in with teacher on
daily activities

Targeted Digital Activities Direct instruction with
(i.e., Lexia Core 5, Razz
teacher
Kids)

If additional support staff are available, they would be assigned groups for direct instruction,
allowing for direct instruction time to be longer each day, and more groups to take place. Priority
should be placed on direct instruction time versus adding more groups. A group should always
work with the same instructor.
For example, an interventionist could work with the Text Structure group and meet each
of the 4 days for 20-25 minutes followed by 10-15 minutes of practice. This would allow
for the other two groups to meet with the classroom teacher for 15 minutes each day.
VanGessel, 2022
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Intervention Structure Example – Multi-Classroom/Whole Grade Level
4 days per week – 35 minutes
2 Classrooms with 2 additional interventionists
Groups could be split amongst more staff members if available to keep groups small,
with ideally 5 or fewer students, and increase the amount of direct instruction time.
Option A – Grouped by area of need
Staff
Focus Area Group Schedule and Activities
Phonemic
Awareness

1

Multisyllabic
Word
Decoding

3

Interventionist
A

Main Idea

5

Interventionist
B

Text
Structure

6

Teacher A

Teacher B

2

4

Direct Instruction (17
Sound Segmenting
minutes)
Practice (17 minutes)
Sound Segmenting
Direct Instruction (17
Practice (17 minutes)
minutes)
Direct Instruction (17
Affix Practice Activities
minutes)
(17 minutes)
Affix Practice Activities
Direct Instruction (17
(17 minutes)
minutes)
Foundational
Direct Instruction (25 minutes)
Skill Practice
(10 minutes)
Foundational
Direct Instruction (25 minutes)
Skill Practice
(10 minutes)

Option B – Grouped by severity, then area of need
Staff
Focus Area
Schedule and Activities
Multicomponent Direct Instruction (Foundational skills
Most severe
Teacher A
and Comprehension)
difficulties
Teacher B
Interventionist
A

Interventionist
B

Severe difficulties
Phonemic Awareness
Multisyllabic Word
Decoding
Main Idea
Text Structure

Multicomponent Direct Instruction (Foundational skills
and Comprehension)
Direct Instruction (17
Sound Segmenting
minutes)
Practice (17 minutes)
Affix Practice Activities
Direct Instruction (17
(17 minutes)
minutes)
Direct Instruction (17
minutes)
Practice with Graphic
Organizers (17 minutes)

Practice with short
passages (17 minutes)
Direct Instruction (17
minutes)

In this schedule, two groups are based on severity of reading difficulty allowing the classroom
teachers to increase the intensity of intervention and allow each teacher to focus on direct
instruction with one group for the full time. Based on the data used to create these groups, the
additional groups with the interventionists were formed based on area of need with many
students demonstrating similar levels of severity.
VanGessel, 2022
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Data Analyzing Guide
Step 1: Review your goals for intervention from your Goals and Expectations Worksheet.
➢ What skills are you planning to target with your intervention?
o These skills were identified as your priority although other skills may emerge in
analyzing assessment results.
Step 2: Review the notes on each assessment from your Assessment Notes Worksheet.
➢ What was the purpose of each assessment?
➢ What information can be collected about a reader’s skills based on each assessment?
➢ What specific scores need to be recorded to identify students in need of interventions?
Step 3: Note each student’s assessment data.
➢ Using the Student Data and Intervention Tracker fill in the Assessment/Skill name for
each assessment or score identified as well as the Pre-Score
Step 4: Sort assessment data and form student groups.
Use the different score reports available to help with grouping. The Student Data
and Intervention Tracker for each student can be moved to physically separate
students into groups.
➢ Are there any groups that emerge naturally based on the severity of reading difficulties?
Students with similar scores across assessments?
➢ Do any groups emerge naturally based on specific skills that are challenging for students?
Students with similar scores on the same part of an assessment but potentially different
scores in different areas?
➢ Based on the structure of intervention, how many different groups are able to be run?
➢ Which combination of groups fits best into the structure of intervention while targeting
the greatest needs of the students? Severity groups? Skill-based groups? Some
combination of severity groups and skill-based groups?
➢ Are there any students that need intervention but are not yet in a group?
o Is there a group they fit in?
o Could a new group be created that would fit these students?
➢ Looking at the groups that have been identified, are all of the groups small? (ideally 5 or
fewer students)
o If any groups are too large, can students be split into 2 or more subgroups?
Step 5: Determine intervention duration.
➢ Consider the severity of reading challenges that students are facing and the structure of
intervention (i.e., how often and for how long each group meets) – for how many weeks
will this intervention take place?
o This should be long enough for students to make growth before assessing students
again.
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o This should allow for adjustments to be made either throughout or following
intervention.
o Note: research has often found that students may not achieve grade-level
achievement but should demonstrate at least average growth as a result of
intervention.
➢ Will you assess and reflect on intervention at times throughout the duration of
intervention? If so, how often?
VanGessel, 2022
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Student Data and Intervention Tracker
Student Name: ___________________
Assessment/Skill

Pre-Score

= Well Below Benchmark

Mid-Score

Post score

Intervention

= Below Benchmark
VanGessel, 2022
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Intervention Planning Guide
Complete this guide for each group.
Step 1: Review characteristics of the group.
➢ How long does this group meet for? (minutes per session, and number of sessions)
➢ What is the focus (skill or severity) for this group?
o Is this foundational skill, comprehension skills, or a combination (multicomponent)?
▪ Comprehension-only intervention should be conducted for students whose
reading and spelling or real and pseudowords is not impacted, but struggle
with listening comprehension and vocabulary.
➢ What do you need to plan for with this group?
o Direct instruction time?
o Independent or peer practice time without teacher?
Step 2: Goal setting.
➢ How will you know that intervention has been successful for this group?
o Be sure your goals are grounded in assessment data.
▪ Where are students now?
▪ Where should they be by the end of intervention?
Step 3: Plan for intervention.
➢ What resources or intervention programs are available to use?
➢ What skills do the programs target?
➢ Depending on the type of intervention program, use the questions below to build
intervention using any available resources.
Foundational Skills

Comprehension

Multi-Component
(Foundational + Comprehension)

➢ What skills or combination
of skills do you need to
target?
➢ What repeated practice will
be given to students with a
variety of words?
➢ How will you begin
working at the word level
before expanding skills to
sentence-level, and textlevel.
➢ Are you ensuring students
are working towards more
complex, multisyllabic word
reading?

➢ Do these students struggle
with any foundational
skills?
o If yes, conduct multicomponent intervention.
➢ What strategies can be
taught explicitly for:
o Before reading?
o During reading?
o After reading?
➢ What strategies will be
taught to monitor
understanding?
➢ How will these strategies be
taught step-by-step?

➢ What foundational skills
need to be targeted?
➢ How will they be targeted
using the Foundational
Skills column?
➢ How will comprehension be
targeted with explicit
strategy instruction?
➢ How will you monitor that
students have sufficient
foundational skills before
focusing on comprehension
skills?
➢ How will students be given
opportunities for repeated
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➢ Is the instruction explicit
and systematic?

➢ What opportunities will
students have to practice?
➢ Can students use graphic
organizers to support their
strategy use?
➢ Is the instruction focused on
building meaning and
vocabulary for both reading
and listening?

practice of combining
strategies while reading a
text?

For all intervention:
➢ How will students’ engagement be supported throughout intervention?
➢ How will students’ growth mindset be supported to increase each student’s believe in their
reading abilities?
VanGessel, 2022
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Example Plan for Intervention
Text Structure Group – 4 days per week for 6 weeks
Week
Topic
1
Sequential

Day 1 – Introduce structure, model reading and identify key words
Day 2 – Introduce graphic organizer, guided practice with passage
Day 3 – Guided practice reading/notetaking with more complex text

2

Compare and
Contrast

Day 4 – Guided practice reading/notetaking with more complex text
Day 1 – Introduce structure, model reading and identify key words
Day 2 – Introduce graphic organizer, guided practice with passage
Day 3 – Guided practice reading/notetaking with more complex text

3

Cause and
Effect

Day 4 – Guided practice with identifying both sequential and
compare/contrast
Day 1 – Introduce structure, model reading and identify key words
Day 2 – Introduce graphic organizer, guided practice with passage
Day 3 – Guided practice reading/notetaking with more complex text

4

Problem and
Solution

Day 4 – Guided practice with identifying sequential,
compare/contrast, cause/effect
Day 1 – Introduce structure, model reading and identify key words
Day 2 – Introduce graphic organizer, guided practice with passage
Day 3 – Guided practice reading/notetaking with more complex text

5

Descriptive

Day 4 – Guided practice with identifying sequential,
compare/contrast, cause/effect, problem/solution
Day 1 – Introduce structure, model reading and identify key words
Day 2 – Introduce graphic organizer, guided practice with passage
Day 3 – Guided practice reading/notetaking with more complex text

6

Review

Day 4 – Guided practice with identifying sequential,
compare/contrast, cause/effect, problem/solution, descriptive
Days 1-4 – Read longer nonfiction text together with mixed text
structures (National Geographic Kids) throughout week, gradually
release responsibility of identifying structure and notetaking to
students.
VanGessel, 2022
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Reflection Discussion Guide
This discussion guide will begin with prompts to reflect on the positives and challenges with the
overall structure of intervention. Then, the members of the PLC will be guided to reflect on the
intervention instruction and activities they have been providing to students, considering what has
gone well and what needs improvement. The final portion of reflection will prompt the teachers
analyze assessment data collected either throughout or following the intervention cycle (this will
allow for flexibility of this discussion guide so that it can be used both while intervention is
taking place, or after a round of intervention has concluded). They will be prompted to compare
initial assessment data to more recent assessment data to analyze student growth and the
effectiveness of the intervention.
Before Meeting: Add assessment data to Student Data and Intervention Tracker mid-score or
post-score.
Step 1: Review your goals for intervention.
➢ What were your priorities from your Goals and Expectations Worksheet?
➢ How will you determine intervention success based on student assessment results?
o These were identified during the planning process.
Step 2: Reflect on intervention structure
➢ In what ways has the structure of intervention worked well?
➢ What has been challenging about the structure of intervention?
➢ How might you improve the structure of intervention?
Step 3: Analyze student data and reflect on instruction.
Repeat the following questions for each intervention group.
➢ What evidence do you have of student learning?
➢ Based on your evidence, how much growth did students make from the beginning of
intervention until now?
o Did this meet your objectives for students?
➢ What went well during instruction with this group based on your evidence?
➢ What was challenging about instruction for this group based on your evidence?
➢ How might instruction be changed for this group to make it more successful?
o Meet more often?
o Longer time for direction instruction?
o More explicit in the instruction?
o More opportunities for repeated practice?
o Change the strategies or skills that are targeted?
o Adjust the level of text or word complexity?
Step 4: Consider adjustments for individual students.
➢ Are there any students who have achieved benchmark reading levels and no longer need
intervention?
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➢ Are there any students who are not making growth that is consistent with the rest of their
group?
o How can you increase the intensity and individualization of intervention for each
of these students?
▪ Smaller group or one-on-one?
▪ More time in intervention?
Step 5: Determine next steps.
➢ Based on your reflection, how will you continue intervention?
o Reuse previous discussion guides to improve on this round of intervention.
VanGessel, 2022
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